This chapter uses the analysis of a preschool storytelling and story-acting practice to explore some of the ways that peer-oriented symbolic activities and peer group culture can serve as valuable contexts for promoting young children's narrative development. In the process, it suggests the need to rethink, refine, and broaden the conceptions of the "social context" of development now used by most research in language socialization and development.
Introduction
This chapter uses the analysis of a preschool storytelling and story-acting practice to explore some of the ways that peer-oriented symbolic activities and peer group culture can serve as valuable contexts for promoting young children's narrative development. In the process, it suggests the need to rethink, refine, and broaden the conceptions of the "social context" of development now used by most research in language socialization and development.
There is a substantial and growing body of work on the role of social context in language development (Hoff 2006) . In practice, most research on this subject has focused on delineating and analyzing various forms of adult-child interaction, usually dyadic, in which an adult caregiver transmits information, provides cultural models, and in other ways instructs, guides, corrects, and "scaffolds" the efforts of the less capable child. By comparison, research on the complementary role of peers in socialization and development has been, as Blum-Kulka and Snow (2004: 292) put it, relatively "peripheral and noncumulative." As the present volume helps to demonstrate, that situation has gradually been changing. But with some notable exceptions, the perspectives informing peer-oriented developmental research often remain limited in important respects. Even when interaction between children is studied, it is usually assimilated to the one-way expert-novice model, with an older sibling or other peer taking on the "expert" role. And both adulroriented and peeroriented research tend to reduce the social context of development, explicitly or in effect, to interactions between individuals and their direct consequences.
Interactions between unequals obviously play a very important role in children's development, education, and socialization. But an overly narrow focus on the model of expert-novice interaction obscures or neglects other crucial dimensions of social context. The role of peers is not limited to one-way transmission or facilitation, but also includes modes of genuine peer collaboration (Rogoff 1998) . Furthennore, the contexts and outcomes of such collaboration are not restricted to dyadic (or even multi-party) interaction between individuals. Children, like adults, also create, maintain, and participate in fields of 42 Nzurative performance and peer group culture 43 shared activity that provide resources, motivations, and affordances for development, including narrative development. To borrow a useful formulation from Ochs et al. (1989:238-239) , these constitute opportunie spaces, collectively defined and maintained, that enable and promote certain forms of activity and development (for a similar perspective, see Blum-Kulka et al. 2004) . This chapter seoks to offer one concrete illustration of such processes.
To avoid any possible misunderstanding, the point is not to minimize the significance of interaction. But socially situated research needs to overcome its prevailing temptation to reduce the social context of development, concep- tually and/or methodologically, exclusively to interactions between individuals. The social world of the child includes, for example, not only individual peers but also the peer group and peer culture, whose structure and dynarnics have their own emergent properties and effiects (emphasized, e.9., by Maccoby 2A04.Interactions are themselves embedded in -and simultaneously help to constitute and maintain -various types of sociocultural context that enable and constrain them, and that structure their nature, meaning, and impact. At the most intimate or immediate level, these contexts include families, peer groups, classroom minicultures, and socially structured practices and activity systernsfor example, the shared symbolic space of the play-world. And those are in turn enmeshed in larger institutional and cultural frameworks ranging from organizations and communities to culturally elaborated images of identity, conceptual tools, and systems of meaning. These sociocultural contexts, both small and large scale, have to be understood as genuinely collective realities that, in manifold ways, shape the actions and experiences of those who participate in them. An effective approach to understanding development requires that we pay systematic attention to the ongoing interplay between three dimensions of the human world that are at once analytically distinct and mutually interpenetrating: individual, interactional or relational, and collective. (For some elaboration see Nicolopoulou 1996 Nicolopoulou ,2002 Nicolopoulou and Weintraub 1998.) A peer-oriented narrative practice as a matrix for development
The research reported here is one offshoot of a long-term project by the first author and associates that has examined the operation and effects of a storytelling/story-acting practice pioneered by the teacher/researcher Vivian Paley ( 1990) and widely used in preschool and kindergarten classrooms in the United States and abroad (e.g., McNamee 1987; Nicolopoulou 1996 Nicolopoulou , 1997 2ffi2; Cooper 2009) There is strong evidence that these conditions lead children to produce narratives that are richer, more ambitious, and more illuminating than when they compose them in isolation from their everyday social contexts and in response to agendas shaped directly by adults (Sutton-Smittr 1986; Nicolopoulou 1996) . And, indeed, previous studies have suggested that preschoolers' participation in this storytelling/story-acting practice can significantly promote the development of narrative and related oral-language skills for children from middleclass (Nicolopoulou 1996) and from low-income and otherwise disadvantaged backgrounds (Nicolopoulou 2ffi2 Hoff 2006) , and less familiarity with the basic conventions for constructing free-standing, self-contextualizing fictional narratives (for some elaboration, see Nicolopoulou 2002:128-129, 139-141 On the other hand, almost all of the stories in the (largely) third-person explicitly fictional family genre were told by older girls (a;5-5;0), and four of the older girls (a;8-5;0) told stories predominantly in this geffe. This pattern is not surprising, since in most preschool classrooms where this activity has been studied the farnily genre was disproportionately and characteristically a girl's genre -and increasingly so as the children developed greater mastery of narrative skills (e.g., Nicolopoulou 1997 Nicolopoulou ,2002 Richner and Nicolopoulou 2001;  for one instructive exception, see Nicolopoulou 2002:147 Most generally, children's natrative activity in this storytelling/story-acting practice appears to be shaped and driven, to a considerable extent, by the interplay of two analytically distinct but ultimately interrelated types of motivating concerns (see Nicolopoulou 1996:383-387 attending regularly again (along with her younger sister, who was one of the new girls). The new children were integrated into the classroom peer culture over time, but some after-effects of this disruption were apparent through the end of the school year. However, the more striking feature of this phase, beginning around the end of Febru&r!, was the emergence and consolidation of a shared narrative genre, based on the Power Rangers cartoons, that came to be dominant among the boys and affected the classroom peer culture as a whole.
The new children quickly began to participate in the storytelling/story -acting practice, both as storytellers and as actors, and their participation clearly helped integrate them into the class. On the other hand, their storytelling skills were timited. Unlike the younger children in the fall, they did not go through a period of telling first-person stories about personal experiences, but for some time their efforts to construct fictional stories were rudimentary. Often, in fact, they did little more than list disconnected characters, with minimal or nonexistent descriptions of actions for the characters to perform; instead, they used much of their storytelling time to indicate which children would take which roles in the story enactment. At the beginning, their concerns with the socialrelational aspects of the storytelling/story-acting practice seemed to take priority over the mastery of narrative skills, and it took some time for their narrative efforts to develop beyond these primitive proto-stories. Narrative per{ormance and peer group culture 57 The other children in the class continued their ongoing process of nanative experimentation and cross-fertilization, and at the end of February a cluster of them began to convelge on a shared story paradigm that could serve as a frarnework for constructing relatively coherent multi-episode stories. This genre centered on the Power Rangers, a team of cartoorl characters who were also familiar to the children as toy figurines. The crystallization of this geffe involved both continuities and discontinuities with previous tendencies. As mentioned earlier, the children's stories had increasingly drawn characters and other elements from cartoons, and since December this had sometimes included putting one or more Power Rangers into stories with a different focus.
But it was not until the end of February that children began to compose stories that used the Power Rangers and their actions, chiefly fighting monsters and other bad guys, as an organizing framework. It is also worth noting that although elements of violence and conflict were present in some stories from the beginning, the boys in this class had not developed a storytelling genre with a heroic-agonistic focus. Now, with the emergence of the Power Rangers genre, they did so.
The initial crystallization and diffusion of the Power Rangers storyline emerged from a process of collaboration, mediated by the storytelling/storyacting practice, between three boys who had been in the class from the beginning of the school year. On February 28, Taylor dictated a proto-story that essentially listed the Wild Force Power Ranger characters without assigning them any actions. Later that day, Theo told a coherent fictional story with a multi-episode plot involving a series of conflicts between Power Rangers and some monsters.
Once upon a time there was a red Power Ranger and then there was a blue Power Ranger and then they killed the monsters and then they were done and then the monsters were dead because the Power Rangers fighted them. And then the Power Rangers changed back into people. There was a yellow Power Ranger too and the yellow Power Ranger was a girl, and then there was the white Power Ranger and they changed back too. And then they eat food, and they went out to see if there were monsters outside and there were. So This chapter argues against a one-sided focus on the role of adult-child relations and other expert-novice interactions in children's socializatron and development, but of course it would also be foolishly one-sided to overlook their importance. Even with respect to predominantly peer-oriented activities like this storytelling/story-acting practice, adults can make important contributions -not only through their direct role in facilitating the practice itself, but also by helping provide resources and foundations for the children's narrative activity in various indirect ways. For example, one notable feature of the children's stories in this classroom was that they became increasingly infused, not only with characters and other specific elements drawn from cartoons, but with a more general cartoon sensibility -emphasizing strings of disconnected actions and startling images, often humorous or destructive, at the expense of continuity and coherent plot development. What was rare, by contrast with corresponding middle-class preschool classrooms, was the presence of characters, plotlines, and other influences drawn from children's books. This conspicuous absence was probably linked to the fact that low-income children usually enter preschool with dramatically less experience of bookreading by parents and other caregivers than middle-class children (Nicolopoulou 2002: 140 
